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_OBSERVATIPNS ON RESEARCH AND PRACTICE o .

.

S "IN BEGINNING READING .

‘ . Robert Claier ‘- .

Learning Rescarch ang Development Center

—~4 .
University of Pittsburgh. ,

. -
- P
.

My predominant impression of the set of, three.conferences is

-~
r

v41lustrated by the observation that when . people spoke on basic

- - Tesear€h, the conversation gencrally tended to be around the ques- -

. N .
« "

_tion,."Well, what-does it mean for practice?”" When someone talked

asbout aspplicd works and built a practical progsam and showed that it

* FeaN

worked to some degrcc. as Hallach,did the question vas, "Well) why

o does it work? You really haven' t explained why it Z::f:>(f In the o
N 77 discussipns at the confcrcnccs, there was a consist prégs to probe’ 4

out.dgnorance no matter from what kind of”hdrk it came., In my brief

b, . - e
. ~
-~ - -

rcnarksr*i will try to both counteract and contribute to this focus on ,
. .

Ubat wve do not.LnOU\ ‘ ] .

. ' -What 1 vill do {s interject myself between.the ‘conferences and those
ot ~

dndividuals who are writing 1ntcgfat1Ve summarics of the conference

- M . T

s .proccedings in order to cncourage them to say the "right” things--

“righe” Bting}dcfidcd as being in agreement with me. I will comment on

_‘ c g ' .. 1 . '4'
' )\' .
“these remarks were presented at the confvrencc on Theory and

Practice’ of Bohlnutnp Reading anlrucltnn.,Uul\c aity-of Pittsburgh

Learning Rescarch and Development Center, June 1976,

. ’ ° e '

. ., -755 ' oo
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. what I considet have been the main thrusts of the conference, then’

> .

&leniion some of the inplicatipns and next steps that I would 1ike to sce

- . »
the surmarizers dfscuss 'in their papers. Because of tke shortage of +

tfme, I shall be dogmatic and offer little apprbpriate dnaiification to

. . .my remarks. ~-

i} : ) Using What We Know . .

-

= The predominant focus of all qf the conflerences was experimental and
. . -
b4 practical work concerncd ﬁith the basic skills of reading. The experi-

. mental work includcd investigations of letter discripination orthograph-

- .
” . -

ic regularities. phOncme idcntificatio# acoustical analysis, napping

&

cound to ‘print, and orthography and phontcs training. At more complex .

- . levels, the vork reported considcred &hc transition fron elcgeﬁtary pnits
™~ - . . \ ! . 1 -
to context effects, lexical access, and the relationships between decod-

[y
.

ing and comprchension. In the more practical papers om the co strpction
aud use of reading ‘programs and enalyScs of completed and'publ?Zhhd'gro-

- o grams, the_ﬁplk of ‘the papers were concerned with the deveiopncnt of the
» P v

—_

- early basic skills of rcnding. T - . A .

, ‘The implication of this conccntrntion of e;fort on bcginning_rcadiz; L

N . gy .
prescnts 8 charge to the futurc. We appcar to know quitc a bit about
" these basic skills. and although we havc explanatory dcbates abOM: how—

v . " they work, and our theory and knowledge is not exact, it;ia.high time ~

A .
t 4 .

for us to shift our activity from an c-phos;:-én descriptivc rescarch .-

4 L
' . conccrncd vith explainina how things uork to nor-ative rescarch cont‘/// ot

~cerned vith -aklng thlnrn work.' In other vordé. ve -uut turn to the ‘

t

N o




’ 3 . L]

désign! broscfipLQOn, and optimization of learning and instructional
g}occdurcs, For example, ‘T #3uld really like to sce LaBerge do:sésq\

optinizing work on the transition problem. He chould not only try to

understand thc phenomeaon, but also try to ptoduce it, Trying to '
produce it will also facilitate thc7bﬁdcrstand1p3 of 1t. ’Hy'péinf is
; _ . S e K

that we now can say that we know a lot about the processcs of‘bcgin-

ning rcading, and while our thcory/énd knowledge is not cxaét, we are

A

réady to devote some time to a new kind of work that ,uses this know- .

- . [

ledge. For laboratory scicntists, this change in emphasis requires K

change in notivation anJ prcs;igc values. We cannot only 82y, as Gregg
Q . '
and Farhhan—niggory say, Mhat we-are going to continue to do simulation
, AN
-oddflng because 1t has paid off in the-past for- our theoretical work; °

end we cannot say, as’ﬁahx of the speakers in_.these conferences have safd:

"My rcal objective in making this tali is to develop new hypothcse; for

-
)

expcriichtation."

Our new work should be driven by the tactics of optimization-
oricnécd, prescriptive rcsearch; This vork as Trabasso pointed out, is
2zncrath?by a different problcm basc-qa base not convenfent’ ouly for
thc?ry, but-for othet applications as well. Uhile';e arc about this ncé
tnsg. ve undOubtcdly will {mprove our descriptive thcorics. eByt given
the overvhelaing ahount’bf knou;cdgé that has conc<up'!n th;sé con-

« ferences and is now available in tBe literature on the basic skills‘ot

~reldtng.-oucccssful,n(tqnpis at tnstrucgiona}>{ésearcb in the .context-

A

of ptcug{iptlvc,c;lqnce-cnn nov begin., e
o .

P o]
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) - R C e

¢ - .
In th!a prcqcrlptivc enterpris c,.w@*should try to get away frgm_thc

L 4 .

. attitude of my former garage weghanic. When'1 weni to this garage mechan-
. . . \ .

-

?J,

. -~

tell me about all of the thlhgs “he knew ahout how a carbutretor_works.

» Be vould say, "It grows a semantic nct. or somcthiqg l1f&e that. All

. —

the while, what I wanted to know "as‘”?it was his prescription for fix-

. .

-

dng my car.

A3 we get into instrucgionai. prescriptive experimentation in the

-

laﬁoratbry, we also-need to get into it in the'school systéqu_.SetiouS--

- - -
L 4 . . A

attentionto the.management and design of‘schoolvapd‘classroom*stxuc-

turcs 15_necess$ry {n order to 1eally insure that what we kn&u about

»gpachiﬁg decoding and acoustical processing is fmplemented appropriate-
> 4

1y. Ve should hog be in the position of sa&ing that our idcas. were not

Y

understood, or there were not good criteria imposcd on student perfora:

ance. Atgention to the school situation and partnership vith cducators
A

18 ‘required in order for us. to know that what can occur does occur,

3

" 1 am certainly not calking about abandoning basic rescarch, but I

am suggesting a shift in tactic given what we know. We'do not have

largé engincering resources in psychology and cducation--the large,

- -

engincering rescarch component that other ficlds have. We have to at-
tend to this aspect oursclves, at lcast for the time being. Thus,
1 otrongly rczoqncnd ‘that we c)pltaltzc on what we have lcarncq tn the

area of basic skills of begipning reading. We will, of courac. discover

.
L 4

ic and said "Hhat is wiong with my car and what does it necd?”.:hc éould:

éay. Miell, - you know how a cntbqrctor works," and then he would. start to

’

-

f
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limitations, and there will be changes infour knowlcdge. As éc
. " \
work on these baQic dccodiug skills which dppear to hclp childrcﬁ lgarh,

&

ue.shoulawbc carcful to undcrstand-uhat the limitations are. , Ve do\

know somcthing, howcvcr, and ye Ought to use {t naw 1f we‘ho, then the .

next 10 ycars arc going to be ch1ractcr1zed by prcscrtptive reScarch on ‘

» l —_-

thesg'basfh §kills'ahd the Incrcasing'cffcctivchcsﬁ of tcaching ‘them in

the schools. And while this goes on, new ipvestigations in cognitive

psychology, artificial hye,lli_gc;\éc, and knowledge structures;-and so
. - e

forth, will be coming along behind thé scene and further @dd to our

-

khoulcdge D " ' : ’

At thesc conferences, there has been less ‘rescarch rcportcd on higher
< * * <
or othet level aspects of reading comprchension. 'Thcy shguld not'be -

- .
P ’ ° v

considered hicrarchical becausc.pnc bcgins to lcarn more complex read-

4 A" - P}

1ng skills whilc one learns decoding. Nevcrthclcss, there vcre few

pnpers on discoursc processing, 1 nfercncing, or rcasoning fron tcxt.

In ;hcse arcas, theorctical debate is going on, as witncsscd in the
papers by Gregg and, Farnham-Diggory, Frederikson and Smith Pcrfet:i—’//
aed Lcsgold and Lchrgc. The implication for fbturc work is -that this

kind of rcscarch has to be pushed in thc usual dcscriptivc rescarch tra-

R L]
P

ditton. - ’

Uc nov havc some tools and some pronissory notes for intcrcstlng in~’

ventl;attons from developmental psyeholoay and 1n(or-btlon processing

2’

vhich éossibly have very.signif{icant implications. “The knowlcdge.we

vilI gain (rom this ncw rescarch vill eventually change the kind of




functioning and biological structures. Fishcr § paper on visual pcriphcry

/ ’ Ty t
. ¢

p;cacriptivc research that we are going to start now. But I stil) nuat

<«
-

egphasizc that we have to use thc knoulcdgc .we presently havc because

it s going to bc hclpful to children learning to read now, and the

nev theory and research will.not for some. cinu. I do not think thag

p8 a rcsult there 1s going to be an undue’ cmpharis on dccoding, teachers |

will sce to that. . .

In sum, what the conferencés raphasized was .the need for prcécrip- )

tive rescarch based on what we know nov and ‘the continuation of rcscatch

to produce- new knowlcdgo I will now comment on souc of the najor thcnes

in readfng rcscarch and practice that emcrgcd in this set of conferences.

Physiolopical Research 1nd Clin{eml Inveqtications

1herc have boan a few papers in thcsc_sggggxnnccs4mrphystttbgIcaI

e

dysfunction indicated that this kind of dysfunction precludes cye move-

zonts o; long durations and affectc reading. Hackworth:described brain
hc-isphcrc dominance and physiological measuremernt through eye novcucnts.
Johnson rcvitd?d brain damagc and clinical rcscarch ‘These studies rec-
omment two kinds of research--laboratsry rcscarch‘and a8 serious looE'at
clinical wvork. This rcsonrch can be vicwed as a corrective element to rampdni
co;nitivc theorizing by proviﬁing paramctc;s.ﬁascd on structural fiﬁ!- '

tatfons and functioning. : : .




.

. - Currfculum Analysis .,
The desfigners of ;hcsc scts of c:;?B{encos q!@vcriy put in the very

intqrcstiné venture on éurficulum program aoalysis, and:vc had._threéd

-

3

contrasts. "Poppcontrasted two programs--o;c with an “in;ttai wmcaning”

emaphasis, and 6nc.w1éﬁ an "fnitial éccoding" empliasis. B;:k 363 Block.

Coe " ta{&gd about “two érograﬁs~;contrasting tﬂci{ u;e ofgphonic 1qst:uct16n. -
' . .

Bartlett also talked about two cbrricula, and offered ;hc very intecrest-

‘e ing observation that the "meaning cugricula” tended to be for rich kids,

.8pd the "decoding curricula™ tended to be for disadvanted kids, and .

she speculated on the implications of this.

TS These dcoatlcd'analysés arc useful for a number of reasons. First,
\ . - .
’ they give thc'ecacher more detailed }nfqrmatiou about,thc-nagure and

7
L

reasoning behind an instructional program than is ever giveu in the short

-

~ —_——

- " descriptions that .are writizgdiﬁ—igﬁchvrsl—cuxkigyluqlnanuals. In ad-

dition to providing teachers with this information, they also give,them ~
. ? ‘ -

8 cheice, if indced they have a choice, of selecting programs on a more .

-

ratfonal basis than is usually possible. Stcond, these curriculum anal-

4

yses also give rescarchers idecas for studies. Knowing how these programs

M »
¢ .were designed and displaying their characteristics. raise questions re-

-

garding vhy they work 5nd>uhy thﬁy do not work. C&rriculuﬁ analyses -
. . _ ..
begin to dissecct global progrum 4deas and 1f th;sq idcas can bc filtered . =

down into !aﬁagcablc'studics, questions refarding why they wvork can

begin to be ansvered. .




Lo ez

Analysis of components’ of a program also gfves teachers a /p—idca of i
c ' ’ . / z

o= how to flcxibly use the program; 1t allows tcachcrs‘/o“ﬁ;oak out of thc
inflcxibilizy of total progrwm apptoachcs wb/;héf;cks them 1nto a scrles.

I hope that the dcsc'iption of the eg;a{f;/of various kinds of programs.
starts a trend [or programs ;bat’havu more ffcxlblcgcompon&nts. IEJ e

proﬁrams ucrc.dcscribcd-in a way S0 lhdt ve knew their componéntﬁ' and

' ) built in a way so that they were less monolithic, then théy could be more

‘o

- ilcxibly and adaptably used to accommodate diffcrcnt childrcn. (Glaser,

in prcss). .
S . Lo /
. I bave another comment fslated to curriculum prégram analysis which

. .

is dirccted to Williams. Trabasso commcndcd her for trying to ioo},at
:hearulc- of psychologlca] knowlcdgc, and thcn attempting to build them .

1nto hcr progtam. " And ﬁilliams kcpt eaying, “Well, as I did thcse )

-
- I

things, I had to ignore psychological rules, cast them aside, or noﬂify
v thn." I do not think psychofbgical_knowlcdgc is to be looked at in

- : L ,
o that vay. What onc mdst do vith?psychological principles is .to under- -

7
» * -

ltand thc- on a ‘heuristic level, and then inposc what on¢ Kknows in an

- 4 - +

artistic wvay. A program {s being dcsigncd. and programs that are built
solely from an a,gorithmlc intcrprc;;tion of princip}cs are’awfully dull& :
A progfél dcsigncf has to take principlcs and bend and twtst thcn or"
“throw them out. And that is the.artistry of bulldln; a prograu.and

s somcthing.to be proud of , not somcthing about which to say, "I om

- mot using psychology chy well,”
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A paper by Chlfcc"Zmphagiz the carcful traintng of tcachors in .

« the use and.interpretatiets of tgstiggliqslrumepﬁs. aa4'thc dpvclopmeur> o /j

&

of wore uscful ki of tcﬁ;lnﬁ instrumcn§§ fh the teaching of rcod@nx‘~“ .
and reading.comprchension. A_numﬁcr of issues a;c.fmportanﬁ in conéiﬁcny

’

ing future directions in this vork. Onc is that tésting and* tcaching o L

are part of the same. cntc;prisc, thcy are not different cntitics. We, t_ '

‘e
ts .
- . -

tend to think of tests as outside" evaluation dcv&rcs, ‘and not as

4 '0

-

- sources fot information requircd for tcach*ng. Students should conceive :

of this informatipn as being valuablc for themselves as well as for the
L J ’ )
,tdachets. Testing and teaching are part of the *same systcn, and should c ¥

-

.. be ittitadinally conccivcd sb, and so built.

Anothcr issuc'of tmportancc is-that tﬁerc~is a need for tests on the .-

-
-

dgtails of high-lcv%} discoursc proccssing skills: This is a rescarch

r

tnsk. Tbcre has been a need expressed, thréughouc the third confereﬁcc

7

und the othcrs. that tcachers want to know where the child is coming from. '

As you, tcach a child who has difficulty lcarning, a major £rustration

" 48 Row to get this ciild to "advance.™ There 1s a need for information.
that should .I knov about this Ehild\iﬂ'oydcr'to be able to teach dp-

propriately? The nced is exprcssed for tests that give us much more in-

.

formation about language copnbilltics, about'icttcf dlscrlm!d1ttoé. .

lcous;iéal nbilittca. and,’?n general, some kind of a broakort of

generalized rcadincss and apt!tudo -14ke skills,




. .52 T fn ordét'to'doct ‘these needs, in'undirtaklng tcst deaigih work for —~
s - 1]

N . ’ﬂnatruction’ we should conuidcr nnnlyzing TtﬂdiﬂCaS and aptltudc likc

-
- ! proccfscs using cognitivc psycholoby notion.. Rcscarch 15/ now bcingw
o ' .
T . arrlcd ot that attcmpts to ahnlyzc school taek,, such as ronding, in,

.
-~ . ~
.

P :terns of the dcmgnds’that thcscvtasks place on thc clifild's meméry, - -

] uperccptual abilicies, and capabilitics for fcw lcarning If‘thc }og;
: N :j— .'nitive\proccsses tha} undctiiz'thcfc task dcmand _can bc 1dcnti£icd -
‘f; : o 1nfermation might be prt;idcd that can be uscd ‘as a basis for tn- : .

. - *sttuctioaal decisions. For e%fcctivc i;séruct{on, charactcrization and *ﬁv

B ) ({ " diagnesis of the capabilitics of thc lcarncr must be made in tcrms that

- ¢ .
-

are relevant to educational dccision making. Tests given only .at, the N

»

’ . beginning of a period-of schooling arg not cnough; a more contihudus

process is required' Ic 18 heccssary to doscribe changés'in the lcarncr s

. capahilities as 1nstruction progrcssos and to considcr this updatcd de-

.
. -

e scription of abilitics.in making decisions as ‘to.the course of sué-

- ) i
- . ’ . . I

_cessivé fnstruction. oo

l
© . Teaching Practice . ‘v . T

-

~

! < Tp & number of papcrs, (Clay, Smith anJ,Natalicio) the augpors said
. A .
esacntially that tcachcrs nced to hang lqosc’ nnd need to pt0cccd from ,‘rT

-..

e

N
v, vhat-cﬁ‘ldrcn know. The inplication of this atatcmcnt is that échools

** . should béacapable of adapting readily to thc progtcss of childig / - -

! .
4

\Sonc work *required for enhagclng tﬁc school- and the teacher's -

capabillty td\do this. ‘ ) . - O ) o




' L T
Onc thipg Lhnt I hope can come out of- these confcrcnécs’ls a-set of
\

rd

of a thcory. not only rules.’ What I mean by this has bccn difcu.JScd by

Brpudy (_1972). He observes that. ,lik_c ‘wany othcr large diogl'

.
—_— . - -~ _ -

T syétchél'and'tl\e tcachcrs-'iq ijn'c'm‘“tcnd “t8 ¥vc by rurlcs t bre sup- t .

pbscd to take: care of st.andard cascs. with on}y slight atUusmcnts al-
lowcd for doparturcs from st:mdard cases. There ares foraexamp-le, -mles

tbat organi&c the cducational ‘continuuni 1nto gragcs, and for each grade,

[}

there are prescriptions conccr'ning' Lh,e ki’nl.f of 1nfor&1n,gpn and skills

to be coycrcd 1 the coursm of thc school year, 'mcre arz also rules

'
»

sbout bT:e logistics of Hving in 't]\c school cnvironmcnt that pertain to
attcndancc, time. pcriods, and movcmefnt throu-gh the buildin . Of’ coursc,

ao\conplex systém can do wichouf ccrta/in accepted rules of conduct. ﬂhat

is hportant to obscrvc. ho%cver, is not just thc resence of rules. but
B!

\.._./ ” .

-y

3 prc0ccupation with rulcs and standard proccdut‘cs. Th:rc ‘15 an 1mbalance

bet’een a system of rulcs and a sct of bcuristic princ!plcs--ptinc_iplcs

> « v

.vh'.lch can provide, gcncral z,uidcs to action and frcc teachers’ f:pm the

narrow specificity o[ sstandard opcrating/p?pccdums. Uorkbooks, ﬁaml#

and other materiols for tcachcrs frcqucntly d!splay cookbooky" formats

%Mee«ﬂef—fmhen—abo&t—tﬂthﬁm—rm&hg cachcrs nccd some Hnd L

14

tlut tndlcatc a belicef by the authors and an expectation by tcachcts » .

-\
that tcachcrs nccd'apccﬂic, atandard operating procedurcs that cévcr

nlt mtic(patcd cvents. in_/

Q
operat!ons and pract!cc: ttest to a Iock of profc:.sfons‘nsn. .~.Broudy

?
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e ‘.rivialitics. a tcachcr 4s expected to make only uinér adqpiations in

. . a progrmr of study, An iu%tructional proccduros, or in tcaching style. .

A

L _ ‘Now, I am sure thys is not ua!formly true, but it is rcportcd that/
:‘.‘ PO ! - - -,-_ ,\ >
- 4t 1s frequently an a(tituoc, and I. would I'tke to sce whether, we' can

- derive {rdw these con{crcuccs a et of, heuristics abOut tcaching thc . .

basic skills of rcaQing, and cc wunicate this theory to teachers. For -

14

} this purposec, onc cannot parrc’ .;hc kinds’ of theory and [indings that
" : are found in. the usual cducational psych;Eng course or praeticcs*of
tcading._ Information is réaufrcd ab0ut‘rcading thcbrics-—how ‘decoding

- ‘\", ‘& vorks and ‘what influcnces it, the con'zequcnces of an ovct’ETnphasis on
dcgodiqg,‘and ghc cffgcts of stage developmgnts—-so that tcachc}s can -
have a set of heuristics.upon which to base good judgmcats om how to

use their curricula -and make scnsi;Ic ins:ructionai decisions. K& theory
for tc;chers vo;la'bc a fasciniting'thing to emerge, insofar as possible,

. . - ¢ - é
from all of thc brains and encrgy that went’ into these conferences and .

!‘ - £11 of the reports there have been on practical and experimental develop-
- ~ ments. - - = oy : -

Units of Analysis in,Roscarch' —

My next point is concerned with a rcqoarch quoqtion that necds to "
B -;e cnrcfully defincd 1 am i{ntcrested in soncthing cailgd ‘the T Ve
) wnit of analysis that vill have the beat payoflf in our rcscarch on’ read- ..
. - fog. Thc unit of analysis I vant to identify 48 ncither the -icro

lnalysis of many thcory claboratton experiments sor the var11blcs ob-

- .orvcd in llrgc ‘out come: ntudirq of progra- effcctn. I a= talklng about

-, 14 |
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- N »
. .

a -~ -

some mid-level {nvestigation, some skill units of competent stages,

somcthing like oral reading that Danks aud }cArs fnvestigated, and ™

Ssomcthing 1like the skill lsﬁgls‘that my Carncgfe-Mcllon Univcrsiiy
collcagues study in chess (Simon & Chasc,.1973). Possibiy it 1s at .
the contcxtual unit level, or maybc it is the kind of units that

Resnick Suppes, |, and Croen tqlk about uhen thcg study addition prob-

=/

lens(Rcsnick 1976, Suppes & Crpcn, 1967)
}

Mid- lcvcl analyses are ‘not carricd out in terms of tho details of

sbort-tcru ncmory processing, but in terms of thc importance of the know-

» ’

ledge base that has to be held in memory. From- this level of analysis,
if rcgularitics can bc shown, one can reduce -to more nicro theories but
llso then move to 1nstructtonal theories. Out ‘of this con[crencc I think '

can cmerge :g:e definition of the level of analysgs which 1s a unit of

hd 1
'profiq}cncy--gfbnit of skill, ar a larger ;cvcl than ts generally looked

it with detailed processing studies. After vork on regularitics at this - .t
. ' ' 7
.dd—lcvel oac c0u1d work down to thc-dotails og process and up to in- |

~

ltructional studics. Hork at thia-nid -level of analysis night be best ’

MWW“‘M .
cha:actcrizcd by vhat ve are beéglnndng to call ”instructlonal cxpcti-

» /. .
mentation.” , U .

»
.

. Learning and Acquisition
;'. s >
4![ sm concerned, as was Trabasse, about the omissfon or neglect of

. i . /
papers on learning and acquisition, With the cxception of the paper by :

ﬂalland on vhat responscs arc being controlled from an opcrané point of

viev, and the paper by Wallach, vho had some notions about the Fearning

Cess 2 s e . f 2 . P ¢ . oy -

t
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of ’trhnéfnf; lhvrc have beeif csscntially no quc'fs on the variables that

. B
. : «

iaflucncc lcarninr, and acq_ui cition--no theory of acquisition. This

to\nbfy rc(lt cts’ the emphasis of cognitive (hcorics on dcscribing per-
’ y .
foitn:mcc and on deacribing development. L ) , .

‘*Hy cucss is that when the big push comes to do a bcttor }ob tcaching

hg carly basic skid,'Ls efk(,ading, and we look {or the kind of lcar;xing ’
& .8 '

ptﬁu:iplcs to use, ue- viIl use’ what ve alxcady secm toénow This will

be‘vhat ve havc ]carncd abou,t rcin{orccmcnt in the S-R tradition and 1n
.the chfml lcarning traditi.on, “OHCVCT, we carmot dcscribc complcx com

)
T petencc vcry \mll with c‘ht: tools of older S-R theories of learning.

4

g I

ln[omation processing 1 notion" give us® a better handle for dcscribing

. .
T . - ~ " -

) performaace. Pcrhaps cvcntunlly. the work on cognition, and particularly

.

(]
- cognition. in roading comprc‘hcnsion, will suggest not only what to teach,

' but bov to do. 1t, or haa to dc,s?gn cnvironmcnts which better allow lcqrn- .

-
4

. ing and growth to occur. But, at thc moment, we must rely on uharmw 3
. <+

*

St , know. \le have ot donc much rc..carch on the acquisition of complex be-
, .

‘_Mor. There 1s a nécd for this kind of rescarch and for thcor‘:cs of
atquisition of compctcr;cc and_skilled-behavior (Claser, 1976).

- 4 N .,
- . i .
. o -

* _ learning to learn

—~ " . One of thc things we have Lo consider is not. oniy what cx;;c':;t;é‘ntcfrs*
do or tcachc,:s do about hclq»lng childref to learn, but alr.o the’ nccd for
conccrn regarding lcarntng-to-lcarn skula. By this I mcan teaching a”

ehild to do for h(nucl( uhnt a tcnchcr or cxpcr(ncntcr often does.
. 'lM} is sugpested tn part by utudtu of ncu-cognumn and -ucH-u-lnforcc-

»

. ment . t vill be" ncccuary to pa} aumuon to sclf- acqutnuion akulq. '

o o~ L - 9 ilﬁ ‘\, | '« -

> kS

- - _\ - . - 0
- . . - o8 ) ., .
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' the lcarﬁina of lcarning skilis; and -how onc modifies one's own

\ environment for learning. These competences will be a big part of ahy

. atudent charactcristics cowing into a program **‘iff$”$‘ .

c0nc£fn'v1th learning and acquisition. ~ ) _'
. . ] ) .

Ficdd and Classroom Rescéayeh - - T ; ’

The field rescarch:studies.that were reported, for example, the

- work by Guthric'and'Sppuéls aq&ﬂhis céilcagpd;. is 1m56rtnnt aepnthc'

4 . . w.' L
-trends that these studics show must be accounted for. Their implica-

* tions have already been presented By other discussants, cspecially  °
- R > - ° .

the need to usc and analyze néﬁadatg that are.collected in the frame-

-

r

¢ F
!'tre are’ two, furthcr points that nced to be made. 9nc is the nced

~—

work of dirécféh~qucstioné.“

for ‘analytical models--nodcls by'which bne cah measurc the nature of

output, and the naturc of the c}asqroom diffcrcnccs.' Then the variaﬁccs

attributablc to the influence of thgsc'diffcrcnt factors can gc asscssed.

.

Combined ‘with Courtncy 8 concern for the dynamgfs of the classroom pro-

-~ -

ccss, these adh%ztical models of the influences on achicvement 9111 be
fﬁseiul. These are bcginning to be dcvelopcd by Cooley and othcrs (Coolcy

'§ Lethhard, 1975; Cooley & -Lohnes, 1976; Wiley & uarniSChfcgcr. 1974, -
- . f e .
and somc yecars ago, Carroll (1963) 9téf1cd a wodel-which s still being

tnlkcd about. Lt “f - . ' :

[P v

Another polnt that 1 thtnk is very !mport1nt in. this klnd of work on

v

thc dynallcu of -the claanroon nnd fic1d rcacxrch data 18 some sort of

framcvork tnzﬁﬁf?k to oyatcnarirc the tn{aru{tfon obtnlncd Huch aurv«y

. — s P e "" T ‘

s

4 ]

tr
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end {feld rescarch collects data, but there 18 not an att@éhlated‘. .

framework or éven a gough framework into which to put it. - Somc way ig

. ' . 2 . -
\\ }nccdcd to store the/information, and it sezms to me that some kind of
\ * . ’ T

y organizing scheme hould be agticulated by the people rcflccting on
‘ thcsc confcrcncc., . a scheme whicl’ helps collect. thc ficld data and at

ébc same time ys¢s some kind of languagc vwhich connects qith theories

‘ of learning and/cognition. If we could get som> kind of a ;on;;cting .
Jdanguage as a framework for coliccting ficld information, and ali you

need as a ,staft i{s some voéd; tgat'mcﬁn the same to different ;cpplc; |

- / - then ve coul begin to say, ‘!lley, *you know, what is happening in thls
classroom feninds me of this theory in learning,” and these iélation— -

8hips can begin to be made.. - . .

@

Stapes of Acquisition

_ Another nced is a "lcyels of ﬁrofkcicncy' theory, something like 5‘

- stage theory, Lchtgc talkcd abou; this nced and the transition to the

4

context nodhs stagns, and we nccd tOfemphasizc this kipd of wotk so that

_dmstructional thcorlcs and the acquisftion thcorics can be formulated

ln tcr-s of levels Pf conpctcncp-lcvc4$ of inctcasing skill that we

4. .
can look at. ‘ . .

Chalf\gavc somc Qotiohs about these lcvcls.in the first papcr of the
conference, Shc d‘%#Uaﬁcd the flts:~ns bcing dccodlng. Anotucr stage -

is onc ih vhlch,an i}dlvidual reads thingw he or she knows in ordcr to

eonfir- kaowlcdgc nqﬂ in order to dcvclop flucncy in tcndlng. A thttd-»

1.,
— stage is reading {or nev knovledge vhcrc onc has to make contact vlth

-‘ . B .,

‘iz‘. - B
I . |
% . 18
¢ el CN
" Fd

s

b . . L -
){ - - N - A
£% .. .

Ce
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- his ot her knowlcdge bnxc and lcarn to conncc{~old‘knovlcdnc to new.
Another sta&c is one in whlch reading .is selective, c:1t1c11. and T =
? rc(lcctivc. and includes Lhc klnd of r(adfng one docs when.he or she bcgom;
, _vd?y spccializcd. Peoplc.learn to hﬂvo one kind of tcxt,structu'c A
in- nind whcn thny read a novcl and another kind of text ftructur; in
mind vhen they road a scicn(1f1c~9rnic1c. At advanccd stagos, the-
+ reader is able to sclc;tthly use printed materials and to decide what
to read in oréer to obtain knowledge of interest. . )
. \ ' ﬁe,nccd some kind of a crude stage model at the moment, and we can -
' leafh from the kind of Qtage‘thcéry that has Pccnﬁtalkcd about in child

S development. My hunch {s tﬁqt the micré:gcnctic changes in skill learn- .

! ing are very similar to macro-genctic developmental changes. But at the e

P> i moment, we negd some beginning identification of these levels ‘of pro- /)
ficicncy. . o . . ’ \

As 1 said at the beginning of my remarks, ve can and @must move in’

.. in what wve know aﬁbug complex groccssing that is going to change the
. ' : * .
emphasis oa teaching skilled rcaders. In the future, say 25 ycars from

[

-

i
: .
ta heavily on teaching decoding skills. But, there is éoing to be a chonge

S " now when we know more, the emphasis will be on teaching skilled thinkers

H [ 4

‘gi the same time that we- teach skilled {cadcrs. Ffr the prcsent, we are

going to éroducc better skilled rcaﬂ;ré. and they are going fo lcarn

4 '

‘ , . . -
to think like we all have lecarned to thlnk. Ks we lcarn mbre about

. »
1 ~.

faformation: procensina and develop theories of levels of prof!titncy.

‘maybe ve can make some fnroads toward producing skilled. thinkcta at
K] e 4‘ \
=

the same time we arc producing ekilled readers. That is thid ycai




’

"challcngc of the futurc. although we sheuld nat give up thc fumcdiate

challcnnc of - gcltlng pcople to be sktllvd readers, -

I have Jdittle clse to say, other than of thcrapcutit value. I want

to consglc'thosa vho are discouraged by the améunt of work left to do
hg‘shouing that our préblcms are not ;urs alone: ¥For this purpose, 1
s oa
— 00uld like to discusq ‘a little book 1 r&CGiVOd in the mail rcocntly .

It 45 called Acquiring,Bnll Ski1l (wWhiting, 1969). The author bcgins

. by'defining a ball: "The word’ 'ball', . . . [is)-<taken ‘to stand for ball,
-~ R

shuttlecock, puck, etc." The book then 41scusscs uhat'psychologists know
about acqﬂiring skilI in ball games. I am going to indicate uhat the

state of knovlcdgc is in that ficld since 1t has dircct relevance to ;he

major themes of thc reading confcrcnccs. <

The author writes, "“There is no firm cvidence that would allow it to

Al

be assumed that the establishment of a general ‘pool' of ball/bat ex-
perience 1§ nécessary or desirable prerequisites to the acquisitton of |

skill in a~§hrtfﬁularjball-gamc." He goes on to say that it'is "difficult

" to ;;od;ﬁc'objéctivc'cvidcnce as to the most worthwhile ecarly cxperience
for potential ball-game blaycrs.“ Note the contra;t to what gs gone inm
tiacptng‘§cginn1ng reading when he says, "It 1s not ujually the object,
of cducationalists to cétahllgh specific ball-gagc playing 36111ty“1n

Qvrery young children"(pp. 72-73), He says thate i could be done but the
current’ sympathy is to tecach gcncral_ball/bat—txttrtvncc of a wore

]

general nature. In contrast, we try to tcach very specific rca@ina

- .
.

expetience early. - - s
S . _

-
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.experience previously disc&ég;d./,lg such a procedure, specificity of

E - 773
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The aulﬂ!r then rroceeds to ark: "How do pcople start ofE to acquire

-

ball ski11(:)?" . He deseribes three methods usqd'fn the f1ivld. fﬁ:
first is “"Comparativcly free cxperimentation with a yarjety of'striking
ilp{cmcnts (bats, racquets, clubs, ectc.), bqlls and, playc{s in an

attempt to exploit Lhcir potcntinllties in a uidc varicty, oE situations.

Under such’ circum-tanCC°‘ the person porformlng would gcncrally ,Sat -the

critcrioﬂ of Success, although' particuiar objcctives might be dcfined

by the tcachcr/coach who also miaht give knowledge of results.' This

type of approach might well be used in the inftial stages of ball skill -

Co 7 ‘
akillcq action is usually less fmportant than divexrsity of expericnce"
e gy A

ﬂ’
‘!echniquc two {s "A dcvclopmcnt which precedes frou the spccifiq

7
thoqgcncral. Ball games are brokcnwdown into a series of skill;‘~sub-

skills and tactical situations. These are then practised 1 i@olation
4 <

or -in small groups agd the game is gradually built up fﬂﬂﬁ the 1solatcd

skill level to thc composi:c gamc. As progrcss is naip more cohplex

.

skill scquenccs 1nvolv1ng groups of playcrs mny bc.té;cn out of the

gane situatlon and prnctiscd as n'unlt with the»idcn that vhen later

-

fitted back into the game there will be a carry over from the practice

t
s

/—"] )
sitéation” (p. 73). ° S /
s . ’ - I{ ) ’ /
) !hat was the bottod-up, Thc'thltd/téfhn(quc is top-down--"aﬂ'almnst .
Teverse proccdure vhlch progrcsqon !rﬁu the 5onctal to th/npcctflc.

In this lhuatton, e plnycn ar} !ntrodm:cd ’(o the gamc morc or less
\

o

TN
\
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fmmcdiately, ond spectfic skills are ncqulréd during Ehc-ganc itself. - 1

Any coaching which takes blace 1s-aluays 1n the gamq;siihation}and—it

- 3 \
Y

. is cpasidcrea unncccfsary to“bsfract'partéTﬁ3”Uf—pTfy—for;pfactfee—fﬁv--—-;
fsolation" (pp- 73 74). " '

Thc quthor thon diumisecs the firqt mcthod because in the present
1

context its application is considercd to Le limitcd and states that thc

'h

o supcriority of either the sccond or;thc.third is yet to be- established.

s . : - 4

"BOth'haVc Chcir-coﬁmitécd adhexcht;, and both have rcsulted in the

-

production of highly ,killcd gamcs plavers. There havc—bccn few com- -
1 .

parative studics between the two approaches and 1t is di[ficult to see
v - - - . . »

hov such inVcatigations could be established with adequate controls (p.74).
Hovever, he says that, "1f anythjng, thexe has been a discernibleﬁ
move towards methods which spaﬁ_those outlined in . . . [techniques] 2 and |

3 such that skills considerced to be_too complex to be acquired during a game 7
are practfsed in isolation while'the more simple skills are achircd duting

~ -

play. /{f still must be rccallcd that uhcn skills are lca:ned outside the
/

S——

’ .gpqc situation itself, tﬁ%i@ is 1!211 ncceqsity for expcricncing the per-

ccptual cues which are ncccssary for bringing . . . the action in to play

at the right time" (p. 4). . : - y
. . S
. (" Ergo, the ambgvalcncc exhibited during our corfcrences cxists clscwulicre
. p )
~ $a the wvorld, and perhaps there is rcally a straw-man debate about Lop-

dogn versus bottom-up, Cettainly both kinds of pracessing are involved-- (

-

- ’

e opeciffb to goncral and general to specific--in the development of skilled

".per(orlancc.' It is a functlon of fndividual dl((crcncc: ln'tﬁé lcarncr..'

-

of (elchcr ukllla. and a- co-btnatlon of tcpthlng techniques vhich resalt .

é

ia the production of highly skilled players of ghe game, .

-

. . .
- B . < - . . "
' - c -
. .
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N - ’0P$N-DISQySSION OF GLASER PRESENTATION o~ . ]
. g s, . ~ .
. : v ]
. s ' - . _ . [ ‘
%A_ GORDON: Bob, tbank you. 1 aluays find it interesting and stimulhting to listen ¢
r .
>

to fyou There 1s on..issue that the conference has, skirted uhich ought ‘to be

1ncluded as a central problem related to much that we haye considered It is the

issue. that Elsa Bartlett tried to nudge us touard It has,to do with the - social

. context in ‘uch readmg and all learning and’ development occur. P

’

d - % . . - N
- el

~_

', ‘ I contend that 1t may_be that all of Hhat we' try to do could amount to

."'a -

relatively little, dif done in a context that is 80 destructlve to uhat.we-are ,i

}

[P‘ . N . ‘,
|

’ -
i ,¢tcyiag to%do, that it's imp0331b1e to overcone tt. The specific .siipation and

’r

the general contegt in vhich reading is 1eaqned<are too important to ignore.

¢
.

. -
. . . 9 . *,

The other ‘observation I want to make is that naybc we have to give increased
i attention to  the ways in Which what we do on-the technical'sides 1nteracts'ﬁith

tnat social context, limits it or to some extent facilitatbs it, and maybe even

gives specificity to the limits of.upat we can da. When you revise your noﬁes, I
hdpe you will go back and. introduce some of that concern, partlcularly'since the

target population is ‘one that is sg negatively influenced by the’ social context
J of their }earnings. -

S

~

the ‘educational system, the policy-making systes, and there is the.social,
-

ineguity system. And they all impinge upon what we can do, and how one operates

:

i

"

3

E

|

% GLASER: ‘There is an articulation ¢f systcns. here is - the scientlfid systeam,
| .

|

E

on all of these levels takes 'soneone as wise as you to say. There aﬁeﬂso-e
N 1%

) aystens we& just ignored in this conference Elsa impinged upon it a little, bit,

g

". but there are some systeas we ignored ahd you say that tnose syatens have to be

. T ¢ . .
.
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';GORDON: 1 am saying, Bob, that we can't afford to ignore thel, because for ‘

'Y ~

|exasple the best teaching strateg&‘\gets influenced by the actions .of the

J‘eachers' union. The best designed progran is in critical uays influenced by the -
———— & \' &
-4y distribution of power and resources of a society. 1If we fail to recognize these

X . g overaapping systems, and the ways in which they either facilitate- or "interferé
¢ ‘ 4 .
- withdwhat,ue do,-I think we limit our understanding of. what we do-‘ .

, . N 3 - . -
- ° TR s L d -

D A : , ¥
.MacGINITIE: The best teaching system may depend upon the partieular social

System’ that is operating in a particular microcosm at a particular ‘time. It is

N . % -
s .- '

. ) - -
- easiest to see, for me, in. relation to the bilingualisp issue that was raiéed't

) yesterday. There, we -ténded 'to speak -of the context the present political
R -
. f context as limiting the kind of research that we can do.’ Only certain kinds of

s

programs can be 1nstalled in certain situations. Whether the parents of a

) particular child or the adults in a particulan ommunity are also trying to

-~

'\ S lcarn Lnglish would be an example of one variab that should influeﬂze uhether
T %

o one System or anothérwould work best in that situatiOn. N . .

" McCONKIE: Bob you' acted almost surprised that most of . papers - seemed_,hv~”

focus on decoding I think the answer is obviously because it was 3 eonference

that dealt uith beginning reading, and that's what is perceived as the prinary i

- B task of . beginning reading - . ¢ of < g :gﬂ s °
. . . .

- I specifically choose not to talk. about research we have done on Hbat

-

aspects of the test people tend to re-qnber and uhat little we have been ableikqgg}

find out about couprehensibn processes at higher levels because that didn't ‘seen

-t t6 be theWocus of this conference. There is no surprise given the "topic, that

P

. . .that is what most of the papers focus on. ' :

-
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. GLASER: You are right, George. But I also believe that if one loofs at the,

.
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June 9--P.M. . T - 779

N

" 4 3 . . - -
literature. over the past Jo or 15 years, that most of‘'the. practical work we have
. . - 5 s - 'f’é‘ ‘
is on the'Ioﬁer levels. With the recent’emergence of work on eonprehension, we

\ P
must work to get some approaches to understan?ipg it. “The difference is that

decoding is really fora.exploitation, an,.pjj:frehension is only ready for

- )

scientific explanation. _ ¢

’

- .

. SUPPES: 1 wanted to comment, because 1 am very mugh. in agreement, brgadly ‘with

.

what you said ‘about instrdctioBaI systems and design of instructional systems.

. We really haven't done very much about that yet. One of the thgpgs that has been

-

a problem ih imstructional design is that the research has focused'so much .on the

L

nicro level, and when the micro level is translated into instruq&iggﬂ it tends\fd"

give a very rigid format for the presentation of the curriculum. In actual fact,

1 would predict that mg\h of the fruitful work-on 1nstructional design, bringing

-

to it psychofogical“knbwledge, will be at the global level, and we will leave a

lot of freedom to the indifidual curriculum designer at the level of what '

T

particular kind of iébms to introduce into the curri?ulun, to achieve a broad,

LI

objective.

"We need to go to the global design quegtions: _I.recently looked into the
p N >

.

elenentagy school curriculum, for _guite'apart from any psychological insight,

.

simply broad systematic disoussions of how should time be alloeated, wdtzf_ggggld

be accomplished in readihg,~in mathematics, in la e arts, in the second érade

or the third grade? And what 1 found remarkable ;s'the absence of,/inte;lectual

. - -
dihcourse about that problem What is missing is more global thinking about the

overall alloﬁ”tion across_ the school year, or. across several years. And I. hope

thep what y&h gre suggesting about 1qatrquiona1 design will lead to much more

serious consideration of those }roble-s of allocation than we yet have.

. ™ .
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GREGG: 1 am syspathetic to the idea of an intellectual discUssion about the

.trade-offs and time baraueters and the like, but I don't think that's what the

Lo
,teache'rs need, One of the failures, if we can think of it as this conference,

has been that we haven't brought many of the global ideas dewn to a level that a

L B . .\
WM make a diagnosis about what part of the system, decoding or

'gcoilpret;ension, is wrong. Nob. all.- teachérs can make diagnoses of specific

» .

problems.

. <+ B S

SUPPES: 1 have something much more in mind than ,intellectual discyssions,.

.because 1 am really one of the veterans of the cla_ssroon. 1 agree the teachers

will still be faced with the problems, but it is a problem for curriculum people.

[ . .

3

GREGG: Incidentally, until this co}mférence,', neither of the other "meetings

. brought in the idea of time at al‘l. 1 don‘t_' think there was a single paper that

~. o . . * .
addr#8sed the i.‘ssue’how much learning goes on in a time period. < -
-' R » " ‘:
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